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Researchers research; teachers teach. In this traditional view, researchers do the intellectual activities, while teachers get on with practical matters, putting educational research into practice. However, the last forty years have seen an increasing interest in teachers as the generators, as well as the users, of research. In the UK, the ‘teachers as researchers’ movement is generally thought to have began with the work of Lawrence Stenhouse and John Elliott, who worked with teachers to research and improve their educational practice, especially in the Schools Council Humanities Project (Rudduck & Hopkins, 1985). Stenhouse argued that improvements in the curriculum would only be effective if teachers developed and tested them in the classroom. 
Since that time there has been a steady increase in the quantity of educational action research by teachers. In a recent survey of over 4000 teachers in England, 33% agreed (or strongly agreed) with the statement, ‘In the last 12 months, I have undertaken my own research and enquiry to improve my practice’ whilst 60% agreed or strongly agreed with the statement, ‘I would like more opportunities to do my own research to improve my teaching’ (Poet, Rudd & Kelly, 2010). The same survey found that the chief reason for engaging with research was teachers’ intrinsic motivation to maintain and improve their practice. So it seems likely that, when teachers undertake research, they research aspects of their own practice. Researching your practice has a number of advantages because as a teacher, you understand your own situation in much more depth and detail than an external researcher. You might also be free of the pressure to publish, which presses down on university researchers. However, it also has major constraints, which can best be explored by considering the role of the teacher and teacher as researcher in the classroom.
The teacher in the classroom
‘Teaching’, says Elliott (2007) is ‘an intentional activity directed towards bringing about learning outcomes for pupils’ (p. 558). A teacher’s purpose, inasmuch as she is teaching, is to motivate, inspire, direct or otherwise encourage learners to develop how they think, and what they do. Such development is usually incremental and specific to disciplines such as music, and teachers also teach matters around socially acceptable behaviour. This purpose places teachers in a leadership role within their classrooms, with a mandate to influence their students. They are both ‘in authority’ and ‘an authority’ (Hammersley, 1993). Accountable to various stakeholders for their teaching (e.g. school managers, parents, local and national governments) teachers nevertheless exercise professional judgements about how local and national policies are interpreted and operationalised in their classrooms. Teaching is therefore suffused with values – the teacher’s, informed by (or perhaps sometimes, in resistance to) others in the immediate and wider social milieu. 
There might have been a time when teaching was largely a matter of imparting information but not now: 
A shift has taken place from a technical, rationalistic view of teaching as mastery of subject knowledge and discrete pedagogical skills to one which recognizes that teaching is a relatively unpredictable and cognitively complex activity, characterized by decision making, negotiation for meaning and reflection in action. (Crasborn et al. 2008, 501).
The direction of influence is not unidirectional, from teacher to students; rather, the teacher listens attentively and observes perceptively, altering her teaching, in the interests of achieving better mutual understanding. Teachers sometimes stand back to observe their students, to give them independence, to allow them to learn from each other or to learn from making (safe) mistakes, but such ‘standing back’ (a pedagogical concept  discussed extensively in a school-based study by Grainger, Burnard and Craft, 2006) is always constrained, to a greater or lesser extent, by the teacher’s responsibility to influence. Teachers’ roles are co-constructed, in a dialectic of mutual influence with their students. 
In a classroom, there is a web of meanings associated with the teacher’s attempts to influence. How students answer a teacher’s question is not only affected by their understanding of that question. It is also affected by their understanding of the teacher’s intentions (e.g. to check understanding, prompt or embarrass) by their understandings of how the teacher might respond to their answers (e.g. with praise, encouragement or sarcasm) and by how they expect their peers to understand their answer (e.g. as seeking approval, flaunting knowledge or flouting authority). Such understandings are heavily influenced by personal histories and previous experiences and, because school students change enormously during compulsory schooling, their understandings change. ‘That the present is different from the past is one of the safest of generalisations … what we carefully observed yesterday will certainly be different tomorrow’ (Winter 1989, 49). One implication of this is that, in continuously adapting to changing relationships and social environments, students are constantly learning. Teachers cannot cause learning, in the sense of bringing learning into being but they can influence its focus, speed and direction. Additionally, although we like to compartmentalise phenomena, thinking of classrooms, lessons, school subjects and so on as discrete entities, the boundaries between them are constructed, not given (Whitehead and Rayner, 2009). We divide students into ‘classes’ to be taught ‘subjects’ in ‘lessons’, and these divisions give us an appearance of clarity and control. But the divisions are artificial and, to some extent, arbitrary constructions – what happens in one lesson, at one time, influences what happens in other lessons, at other times.
Implications for teachers’ research
Because the classroom is complex, it makes little sense for teachers to research their classrooms in traditional, scientific ways as, for instance, when medical researchers research the effects of a particular drug. Teaching is not like giving ‘treatments’ to ‘research subjects’ so any attempt to research it as if it were, is likely to result in poor-quality research, particularly when samples are small and unrepresentative, as us usual, in individual schools. (See Cain, in press, for a more detailed explanation of this point.) 








It requires the researcher to be closer to what is being researched than traditional scientific research methods, and its research methods include interviews and observations in natural settings.   
One example of a teacher’s case study is Finney (1987) – a study of a group of 15-year old boys as they became rock musicians. Finney’s study was helped by the fact that, although he was the boys’ teacher, he was not acting as their teacher in the situation under study. At the start of the research he acted in a caretaker role because the group used his teaching room to rehearse in; towards the end he became their recording engineer and he told the boys about his research, negotiating terms in which he interpreted events as he saw them but shared, with them, his research findings. Finney (1987) can be used to inspire teachers case studies: it is possible for teachers to focus on individuals or groups and by judicious use of interview and observation, create thick descriptions that provide insights that help to develop understandings of similar individuals or groups. However, teachers’ case studies of their own students should always consider their own influence because the teacher’s authority and influence makes it difficult to step back and research the ‘case’ without simultaneously influencing it in some way. (For a teacher to ask a student, ‘how do you respond to my teaching?’ is to ask, ‘how do you respond to my question, “how do you respond to my teaching?” in a context where I am expected to influence your thinking?’). Thus teachers’ case studies are not so much studies of students or classes as such; they are inevitably studies of students or classes as both influenced by, and interpreted by the teacher; to some extent they are studies of relationships.  (For other examples of case study teacher research, see Burnard’s (1995) case study of her Year 12 class  and de Vries’ (2003) case study of  a 10-year-old girl’s musical preferences within the context of piano lessons).

3. Action research




The general process is very similar to that of rehearsing music (Cain, 2010) and more generally, reflective practice (Dewey, 1933; Schön, 1983). However, whilst reflective practice is usually conceptualised as continual, private, experiential and largely unarticulated, action research is generally thought of as a specific project and is more occasional, public and collaborative (Tripp, 2003). Action research goes further than reflective practice also because it involves the specific collection and interpretation of data, is published to an audience beyond the research participants and, like all research, makes a contribution to theory. Different writers emphasise different aspects of action research. For some, its main purpose is to generate practical changes (Elliott, 1991). Others emphasise collaboration, and the way in which an action research project can bring people together to change an aspect of their working practice (Kemmis & DiChiro, 1987). For others, a major benefit of action research is self-knowledge and a greater understanding of how teachers’ values are realised or denied in their practice (Whitehead & McNiff, 2006). Others emphasise that action research generates knowledge of different types, including skilful actions, propositional knowledge, presentational knowledge and acquaintance knowledge (Heron & Reason, 1997). 

Doing action research
Finding a focus for an action research topic requires some thought. Because action research is time-consuming, it is important that teachers choose a focus that is worth giving time, as well as intellectual and physical energy. Useful starting points include questions like, ‘How can I improve what I am doing?’ (Whitehead, 1989) and ‘What will happen if…’ (Cochran-Smith & Lytle, 1993). The latter question is particularly creative because it opens up possible thoughts – what will happen if I use my lessons as a whole-class jam session? What will happen if I let the students choose how they want to learn? It is helpful for teachers to consider why the chosen focus is important. Contrary to the scientific approach to research, action research holds that the teacher’s subjective views and feelings are an important part of the research; they count as data, to be analysed. Once a suitable focus has been found, the action research begins with a ‘reconnaissance’ in which teachers observe details of a problematic situation and try to understand it as fully as possible, reflecting on what is problematic and asking others to collaborate in research. Books and articles can help develop an understanding of the situation, as a precursor to planning improvements.

Planning and implementing interventions
The planning stage involves imagining a better situation; in one type of action research, it is called ‘dream’ (Reed, 2007). It involves imagining what an ideal situation would look like, and deciding what actions might move the present situation closer to this ideal. In this stage, teacher-researchers consider what evidence would convince them and others that the situation had indeed moved closer to the ideal. At the ‘action’ stage, teacher-researchers put their plans into action and collect data to show the extent to which they are meeting their ideals, bearing in mind that it is possible for there to be unintended consequences, not all of them good. The more common forms of data tend to include the researcher’s reflective diary, their observations, students’ work, questionnaires and interviews with students or others. Teachers often involve a colleague, as a ‘critical friend’, to cast a critical eye over the data. Because action research typically generates huge quantities of data, it is important that teachers focus only on whatever is most useful, ‘reading’ and ‘re-reading’ the data to find evidence of improvement and for unintended consequences.

Reflecting 
Because the researcher is central to the situation under study, classroom action research should be an element of self-study, including consideration of the researchers’ aims and values – what they were attempting through the research, and how these intentions were rooted in their theories, beliefs and values.  To avoid using students as ‘research subjects’, teacher-researchers should involve their students, including them in decisions about the research aims, planning, processes and ownership. (Action research is also strengthened through collaboration with colleagues although music teachers sometimes have few colleagues to call on.) Ethical issues, which include teacher-student relationships, are particularly important in teachers’ research because of the teacher’s leading and influencing role – it is all too easy for teachers to claim to have instigated successful changes without reference to the voices of their students, who might think otherwise. It is also necessary to consider relevant contextual aspects – broadly, the historical, political and social contexts which significantly influence the situation under study. And, like all research, teacher research contributes to the building of theory through the generation of knowledge, in a broad sense (Cain, in press). In reflecting on the research, teacher-researchers can consider how the knowledge they have gained contribute to knowledge more generally – linking with, and building on, knowledge that is reported elsewhere. This involves a shift from statements like, ‘we have made this successful change’ to, ‘through making this change we have learned matters which extend what we and others already knew’.
	Reflection should therefore focus on all these areas: the teacher, the students, the contexts and the theoretical knowledge, as it develops through the research. A good starting point is to ask questions such as, Teachers’ reflection is often a matter of asking questions such as, 
•	What did the students do? 
•	What did they learn?
•	How worthwhile was it?
•	What did I do?
•	What did I learn?
•	What will I do next?
Thoughtfully answering these questions after each lesson in a series, can lead to new insights, about self, students, contexts and theoretical knowledge, and a renewal and re-invigoration of teaching (Cain, 2008).

4. Case descriptions of teachers’ action research 

(1) Musical exploration using ICT Christopher Ward’s project involved 189 of his school students, aged 11-16. The study aimed to enable the students to, ‘… enjoy creating original and distinctive musical pieces using the potential and advantages of ICT’. ‘Original and distinctive’ meant ‘within a 3-dimensional soundscape … where tonal, notational and other boundaries are dissolved’ (p. 157). Ward consciously created an informal class atmosphere in which his students created analogue multi-tracked recordings, used MIDI and audio sounds to underscore a movie clip and manipulated imported and created samples (including dishwasher and motorcycle sounds).  The students also experienced a workshop with Trevor Wishart, a notable electro-acoustic composer.
Data were collected during lessons, as part of his regular practice. These were mainly qualitative: questionnaires with open questions, students’ evaluations of their own and others’ work, video interviews with students and a colleague (critical friend), students’ work and ‘informal monitoring’ (participant observation). Ward also kept ‘lesson logs’ to record his own perceptions after every lesson. 
Ward described the work that his students did, and illustrated their responses to it, with quotes from some of the students. He explained the changes in his practice, and in his relationships with his students. He also explored how music technology can contribute to the development of creativity, relating his work to Loveless (2002). (See Ward (2009) for further details.)

(ii) Behaviour management in the classroom At the time of the research, Jo Mattock was a trainee teacher, undertaking an action research assignment. She started by video recording herself teaching, and she used the recordings to analyse three lessons on her first placement. The video allowed her to observe herself closely:
There are moments when I am hunched over, sometimes with my arms folded, which creates a very negative, insecure impression ... there are occasions when I fidget and fiddle for example with a pen lid …
At the beginning of her lessons she sometimes felt that she was inconsistent, responding to some pupils’ poor behaviour by telling them off and to similar behaviour in other pupils by sending them out of the room. She found that she became emotionally involved in situations, sometimes becoming defensive and occasionally confrontational.
She explored the literature, practical advice which was firmly supported with theoretical underpinnings, often from psychology. From Rogers (1998) she understood the functions of behaviour management in terms of socialising individuals, providing for their moral development, their personal maturation and in providing emotional security. From Cowley (2003) she learned the importance of setting clear expectations, appearing authoritative, applying sanctions in a fair and graduated way, of reacting from the head rather than becoming emotionally involved and avoiding confrontation. By applying her reading to her interpretation of classroom events she began to understand the need some pupils have for attention and said, ‘It was important for me to make sure that I did not reinforce negative behaviour through giving students attention when they misbehave’. At the same time, she recognised a need to help the students to develop positive self-images. 
Following this reconnaissance, she drew up an action plan which included the following points, 
	Decide on personal expectations for a class
	Develop a personal plan for responding to misbehaviour
	Stay calm, positive, polite and non-confrontational
	Use non-verbal signals (body language, facial expressions), wait for silence
Because most of the poor behaviour happened at the start of her lessons she developed starter activities to focus the class. For instance, because a particular class arrived from PE lessons, in twos and threes, she wrote down a simple activity on the board that they could do at their own pace, and was better able to engage students individually.
Jo analysed her improvements by studying transcripts of lessons before and after the plan. These were partly a matter of making expectations clear, partly to do with self-presentation and partly to do with language. In an early lesson she was assertive but confrontational but she developed a more non-confrontational approach and monitored the development of this. In conclusion Jo wrote,
This assignment has allowed me to address the issues that gave me the greatest concern and demonstrate how I have systematically improved in these areas … it has given me a good foundation to build upon in the future. (See Cain et al., 2007 for further details.)

5. Pupils as researchers 
 
Researchers research; teachers teach; students learn. Recent years have seen a challenge to this traditional view and a wealth of support for the idea of consulting pupils about their own experiences and processes of learning. We know that pupils themselves have a huge potential contribution to make as active players in music education. We also know that pupils can and should participate, not only as co-researchers in the co-construction of their own particular learning environments, but, as research partners in examining questions of music learning in particular and learning generally, and any other topics pertinent to what happens in and around schools.   
The significance of learning from pupil perspectives or pupil consultation (or ‘pupil voice’ as coined in some literature) on education and learning in particular is most striking when pupils are seen as “key informants” (Rudduck & McIntyre, 2007:193) in making explicit what child-meaningful engagement is. Consulting pupils means talking with pupils about things that matter in school music. It may involve the ongoing process of having regular conversations about teaching and learning music, seeking advice from pupils about curricula issues, music initiatives, forthcoming concerts, programming, assessments or units of work; inviting comment on ways of solving problems that are affecting the teacher’s right to teach music and the pupil’s right to learn music; inviting evaluative comments on recent developments in schools or classroom policy and practice. For some teachers, this might seem a time-consuming and daunting prospect. What pupils say can be discouraging, it can be hard to listen to and it can be negative, and it can require teachers to reflect on their assumptions about ‘tried and true’ approaches. And yet, as music teachers seriously committed to pupil engagement in highly effective music learning, we need to know what works and what doesn’t work for them. 
The pioneering work of Jean Rudduck (1999) on the concept of ‘student voice’ highlights the importance of pupil perspectives: their having things to say about their learning and having opinions that matter about in-school and beyond-school music cultures. Rudduck points out that consulting pupils – “through looking at teaching, learning and schooling through the eyes of the student” (p. 51) – can lead to a transformation of teacher-pupil relationships and to pupils having a new sense of themselves as members of a community of learners. After demonstrating that pupils tend to do better when they are more involved as active participants in their own learning, she focused on various ways in which teachers and students can create “a communal venturing forth”.  While music teachers might worry that consulting pupils could unleash a fury of criticism directed at them and their teaching, this is not usually the case. Many music teachers might be surprised by the fact that what most pupils ask for aligns remarkably well with a substantial body of music education research and theory. For example, pupils can generate their own research questions and designs to explore preferred ways of learning, hindrances to learning, what counts as learning, what is enjoyable about learning. Topics can move from classroom to school practices.
There are various ways of approaching pupils as participants in the teacher’s research. Rudduck and McIntyre (2007) identified different stages of pupil voice research, each with their own characteristics and potential and strategies for accessing pupils’ perspectives and ways of implementing such strategies. 
The standard repertoire for eliciting pupils’ attitudes to learning used to be based on interviews​[1]​ or a “quick survey in the last few seconds of the lesson with no discussion of the outcomes with pupils and no obvious follow-through” (p.195). In the 1990s, a second stage evolved which recognised the potential for exploring “pupils-as-consultants”. The recognition of children as a social group whose views should be valued in fruitful communication heralded further studies involving collective mind-mapping exercises in class and discussions about classroom practice. In the next phase, researchers explored the potential of pupil consultation in particular contexts given “differences between classrooms, both within and across schools” (p.194). This involved more shared participative enquiry either where pupils were acting in a co-researcher role with teachers or where pupils were generators of their own research questions and enquiry. Either way,  the outcome of the research saw pupils involved in decisions at individual and class levels and where suggestions (i.e. findings from the research) might, or might not, be acted on. However, accounts where pupils’ ideas have been adopted at a “whole-school” level, include :
(i)	where there has been “a serious and authentic commitment to listen and learn” (p.196);
(ii)	where pupils ideas were adopted from classroom practice to school practice; and 
(iii)	where change occurred to improve all aspects of school life, remain scarce. 
Often teacher-researchers incorporate a dual- or multi-focused research design, using between-method methodological triangulation to increase the validity of research findings, and adopting two or more methods both to obtain pupil’s views on music learning and to engage pupils as co-researchers (rather than simply ‘participants’) in the teacher’s research. The third form of pupil consultation is to set up pupils as generators of their own research questions, research design, research facilitation and write ups.

Pupils as generators of their own research
Unsurprisingly, pupils adopt the role of researcher and generate their own research questions easily and enjoy conducting their own research projects. Groups can work on their projects in their own free time, and pay careful attention to the analysis and consideration of findings. Pupils take great pride in the knowledge that people from within and outside the school are interested in what they have to say about their experiences. The number of educational researchers and practitioner-researchers interested in pupil perspectives, pupil voice research and pupil consultation in music education is increasing (see Finney and Harrison, 2010​[2]​; Cook-Sather, 2010 for edited books which offer a rich mixture of research-based study which showcases teachers and pupils as researchers working along a continuum from co-researchers in the teacher’s research to pupils as generators of their own research questions and research  for multiple examples of  pupil voice’ research in particular music education settings and education in general) 

6. Facilitating pupil generated research

We know have persuasive evidence that encouraging young people to enquire and research schools and classrooms themselves is at the heart of good teaching. We also know that when teachers encourage their pupils to engage in enquiry systematically, and with a concern for evidence, that pupils become adept learners in direct correlation to the degree to which they take increasing responsibility for their own learning. The quality of learning deepen as they develop as autonomous, self-directed, and hopefully, lifelong musical learners. Valuing what pupils say and responding to what they say (as researchers) emphasises respect for pupils and empowers them as learners (Kellett, 2005).
Before embarking on their own research projects informed consent must be obtained from both pupils and parents. It is also important that the pupils should fully understand the constraints and opportunities of being a researcher, including the power dynamics and ethical and resource constraints​[3]​. These elements, together with an awareness of the importance of reflexivity and basic research skills training, follow as a seven phase plan for teaching pupils to be researchers can be implemented in a cycle of three hours over four weeks (see FLARE, 2009 the classroom resource for training pupils to become researchers; Frost, 2006 the school-based study from which the classroom resource originated). Training pupils in the basic skills of research includes:

1.	Introducing research: exploring pupils’ perceptions of research.
2.	Becoming a researcher: introducing pupils to the work and responsibilities of young researchers including being ethical, skeptical and systematic, and providing the basis for thinking about what research is and what young researchers do.
3.	Understanding what research is: allowing pupils to reflect on their ideas about the purposes of research and the role of data.
4.	Deciding what to find out or change: supporting pupils in deciding a research focus.
5.	Collecting data: introducing pupils to a range of ways to collect data and evaluating these methods for their strengths, weaknesses and ethical challenges.
6.	Analyzing data: introducing pupils to using codes, memo-ing and counting for the analysis of data.
7.	Designing an ethical research project: supporting pupils in designing an ethical research project​[4]​.

Once their research training is complete, pupils can be given up to six weeks in which to plan and complete their own research project. One hour’s dedicated class time can be provided each week, together with voluntary opportunities to work during the lunch hour one day a week. In defining their research foci children can select an 
aspect of their lessons for investigation with their peers.

Supporting young researchers 
One very effective form of data collection which pupils can easily use as researchers of their own topics is talk-based consultation such as conversations, discussions and interviews. While each approach differs in the degree of formality it offers, all three approaches are able to build into a habit of constructive dialogue about learning and help to establish and sustain an open relationship between pupils and teachers in and across schools. Two examples follow:
(i) Using focus group interviews in conjunction with video-stimulated reviews of class music lessons can offer pupils interviewing other pupils a powerful tool for focusing on learning. Using a hand-held or wall-mounted video camera, pupils can engage in mutually oriented issues to stimulate discussion between pupils following a music session. Pupils can conduct a follow-up video-stimulated review in which  pupils (and teachers)  can recall and reflect on key moments, or episodes, of learning. Pupils can share their thoughts on important moments which have influenced the direction of their learning and how learning is experienced differently by different students. The identification, charting and account of critical incidents in learning are important in helping the pupil voice to be heard and become a significant part of the organizational and learning culture of the classroom. (See Burnard, 2004; Woods, 1993. From these reviews both pupils and their teachers learn that there are multiple perspectives and multiple vantage points; they come to recognize that who is allowed to speak, to whom, what they are allowed to say, and what language is permitted, is significant when trying to establish a meaningful dialogue).
(ii) Using talk-and-draw techniques can offer strategies for pupils interviewing other pupils about their experiences of musical learning across different modules or within and beyond school settings. Possible prompts that the pupil researcher might use are these: “Thinking back over your experience of … what does it mean for you? Can you show me by drawing how you might represent what … means to you? Talk to me about what you have drawn”. Students’ responses can be rich in information if you provide something concrete for them to talk about. Find an image or picture that you think is relevant to the topic you wish to explore with them and ask them to explain what is going on. Images of classroom activities can be useful for pupils interviewing other pupils on their views about tasks, classroom activities, musical tastes, on using computers or any number of different issues concerning music learning specifically and learning generally. Drawing “Rivers of Musical Experience” can also be useful. Pupils give each other written (or oral) instructions to reflect on the critical incidents or musical events which impact on their musical lives, both positively and negatively, and to mark them on the bends of a diagram of a winding river. The instructions can emphasize that writing about, discussion and consultation about engagement in music and the learning process,   whether formal or informal, in school or out of school, can provide a valuable testimony to the possibility of alternatives (see Burnard 2004; Burnard & Hennessy, 2009; Burnard & Bjork, 2010).

7. Case descriptions of pupils as researchers and co-researchers

The following case descriptions from teacher-researchers in England, illustrate how pupils’ can be co-researchers in the teacher’s research (see examples 1 and 2) and where pupils are generators of their own research questions and pupils researching their own assessment of learning (see example 3). 
(i)Secondary school music classroom: pupils as co-researchers Fiona works as a secondary music teacher in a Norfolk school. She is researching her own classroom practice by consulting students on what makes a good lesson and a good teacher. She is committed to the notion that school improvement requires listening to students to see learning from their perspective. Whilst her school is not directly involved in any agendas linked to student voice research, student views on learning are recognized by senior management as being important for developing understanding about learning. Fiona collaborates and consults closely with her students and, in the classroom context, regularly creates opportunities for listening to students’ views on learning. She is very interested to know whether / when students are deeply dissatisfied and disgruntled, and encourages students to give voice to their views about learning. In the process of consultation and evaluation, she encourages both students and teachers to share their views about teaching and learning in music. This leads to changes in her teaching practice. Fiona video tapes all her lessons and, together with her students, regularly observes and reflects on learning. Both the teacher and the students focus on the ways each define and construe learning while participating in classroom practices, as a community working together to improve and enhance learning. The engagement with learning is made more visible through the use of video taping as a tool for reflecting, seeing and noticing, showing and articulating musical learning and students’ musical voices. Fiona is presently looking at designing a “Students-as-Researcher” programme to suit the needs of her music classes. What is important here is that while Fiona, the individual teacher, is committed to see and work with her students differently, she still feels that she functions on a ‘cultural island’ set apart from and having no interaction with mainstream values and practices in the school. This matters a lot to Fiona who is wanting to realize the potential of her initiatives outside her own classroom and also reach out beyond her department (see Burnard, 2004).  
(ii) Primary school music curriculum planning and creative learning: pupils as co-researchers  James is an AST music teacher and deputy head at an inner London primary school. He is very keen to engage pupils creatively with music that is relevant to their musical lives.  He is very interested in hearing about how pupils explain their understanding of creativity and creative learning in their musical lives. James’s interest in pupils’ voices and introducing pupils to the work and responsibilities of young researchers is so that their participation in research could play an active role in the school’s planning and implementation of music education.  James started thinking about the conversations, discussions and interviews he’d had and reflected on with his pupils.  He wanted to understand more about his pupils’ creativity about the kinds of creative learning fundamental to pupils in and out of the school learning environment. James consulted closely and worked intensively with one year group, resulting in the development of resources to help each child collect data. Different tasks within the research were set. For example, while some were carrying out the research, others were preparing the outline of their research report and presentation. With support from the staff, parents and senior management, James set about co-researching with his class to develop a new curriculum. James incorporated several ideas that emerged during this consultation process and integrated them across the curriculum in terms of musical repertoire, ways of working, invited guests from the community and experts on new technology and creativity (see Biddulph, 2010). 
(iii) Secondary school music assessment: pupils as researchers Carole works at a Cambridgeshire state-funded high school. Her pupils are researching their own self- and peer-assessment practices as a way of developing more effective practices. Encouraging pupils to be creative (more often through self-expression) is considered an important part of the school’s ethos. Most activities in class music lessons focus on group work. The students’ progress in music is assessed every six to eight weeks through pre-planned structured assessment tasks. Each unit of work ends with a formal assessment where the students are asked to self- and peer-assess their work prior to engaging with the teacher’s views which are generally offered towards the final stages of preparation. Assessment criteria are developed by the pupils following a pupil research to ascertain a shared understanding of what constitutes levels of work and to help set targets for the next unit. There is genuine ongoing participation and engagement with learners about their learning.  Pupils are encouraged to be creative in both musical process and outcome, using their imagination in making connections to given themes. In this exemplar, roles are blurred and overlap. Pupils mentor and learn from each other. The teacher empowers pupils to be involved in making recommendations and evaluating the creative dimension of their own work. In the light of pupils’ views, teachers discuss and rethink aspects of assessment practice.   This provides a strategy for improving assessment practices that works across the school (Leong, Burnard, Jeannert, Leung, & Waugh, 2011).

Implications for researching with pupils 
Three exemplifying ways in which pupils can be actively involved in shaping their education  come to mind: (1) being open to hearing people’s experiences (2) finding a metaphor to look at the questions from a different angle and (3) knowing that experience is complex and that finding creative ways to access experiences is a challenge and a thrill. We come to know that no one can see the whole and no one picture is complete. The teacher-researcher’s journey as with pupil-researcher’s is to further the understanding of into their own and their peer’s education, to depict the outcomes of meaning-making, and and to bring together different views to inform future teaching and learning. 
Three basic assumptions should underlie the teacher-researcher’s disposition towards the pupils he/she is studying. Firstly, pupils are smart. They know how to get along in the world they inhabit. They know what works and what does not work. The only way to get as smart as they are about their world is to learn from them. Secondly, pupils make sense. What may appear from the outside to be dysfunctional activity, from the inside, makes sense. The only way to understand how pupil’s actions make sense is to listen and observe very carefully. Thirdly, see the pupils as co-researchers, providing valuable insights into their own personal experiences, their correlations and meanings. 
Finding out, as Geertz (1973) put it, ‘What the devil people think they are up to’, requires paying careful attention to them and respecting their abilities. This is what is so important about becoming a teacher-researcher and a pupil-researcher and learning how to bridge the gap between the pupil, the subject, and how schools are required to operate their learning agendas. By bringing the voices of pupils to the surface and by recognising the role of imaginative inquiry, it is possible for teachers as researchers, as with pupil as researchers, to create and co-construct knowledge that is not only new, but also has the capacity to transform school music.

Discussion Questions
On ‘teachers as researchers’:
	To what extent do you think teachers can set aside their responsibility to influence, in order to research their students?
	What sort of findings can be generated by teachers' case studies? How can such findings help to develop the practice of teaching?
	What sort of knowledge was generated by Ward’s and Mattock’s action research? 
On ‘consulting pupils about teaching and learning and pupils-as-researcher’:
	Do you think it possible for teachers to learn from pupil consultation (i.e. pupils generating their own research)? What are the biggest challenges? For pupils, is it the challenge about showing in their talk that they are seeking to improve the content and the performance of the music in schools. Explore the challenges for pupils and teachers.
	How can music teachers and their students go about developing consultation as a whole-school strategy? Discuss this in the light of your experience.
	What can pupils generating their own research on musical learning tell us about the social conditions of learning in the music classroom? How so or why not?
	Make a persuasive case for the relationship between pupil consultation, engagement and learning in music. 
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^1	  Interestingly, in the early phases of student voice research, observation data were not used as a consultation approach in schools but just as a research tool for investigation classroom phenomena.   Student voice was once largely about students as data (see ‘Sustaining Pupils’ Commitment to Learning: The Challenge of Year 8’, Rudduck, Wilson and Flutter, 1998); then it became connected to practice through teacher research and school improvement strategies (see Students’ voices: what can they tell us as partners in change’ by Rudduck, Wallace and Day, 2000).
^2	  For a complete list of National Association of Music Educators (NAME) publications visit www.name.org.uk)
^3	  It is essential that participants fully understand what the research entails, what it is for, and their role within it; to disguise one’s intentions (as a researcher) compromises both the researcher and the participants (Erikson, 1967). Children are encouraged to ask questions and can withdraw from the research at any point if they feel uncomfortable. Other considerations include an assurance of the confidentiality of any expressed opinions and the use of pseudonyms to ensure anonymity in order to safeguard the participants rights and increase their confidence (Hitchcock & Hughes, 1995).
^4	  For more details see Frost, 2006; see FLARE, 2009
